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' " This module for the classroom teacher is intended to
help the teacher realize specific aims in instructional practice. '

. Objectives. outlined for the teacher are: (1) to be able to

- 'distinguish betvween broad goals and instructional objectives; (2). to
be able to identify the characteristics of an _instructional
cbjective; (3) to ke able to describe the general categories of
instructional objectives; and (4) to be able to write instructional
cbjectives Prec1sely. The teacher should be prepared in an

; instruction session to clearly 1dent1fy what each student is expected
to do and the 1imits of what should be accomplished. An understanding
that the learning process consists not only of 1ntellectual act1v1ty
tut also physical activity (sight, touch, etc.) is important in
teaching successfully. It is also essential that the teacher
encourage enthusiasm and interests in the student so learning will be
pursued beycnd the classroom. At the conclusion of this guide, a
competency check is presented for the teacher to assess: his/her
knowledge of -the cbject1Ve crlglnally outlined at the beglnnlng of
the paper. {JD) °
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SPICIFYING INSTRUCTIONAL OBJECTIVIS

Looking Ahcad

After reading this package, you should be able to:
1. distinzuish betlveen goals and instructional objectives.

2, identify the three characteristics of an instructional

objective,
3. describe the three gerieral categories of instructional
objectives, :
4, write'instructional objectives that focus on each of tae
three major dimensions of leaiming,
If you think you can meet these objectives before recading tae package,

e

turmn immediately to the end of th~ textual material on instructional ob;ucclyL;
ané‘coﬁplgte the knowledge-levei competency check,
° . °
Clenf, prgcise'stgtements.of oﬁjectives promote effeqtive IANTrAC e One
Learnidg occurs mos;'éfficicntly as a coﬁsequonce of planned ekpefienc:s
-céﬁstrué;ed in such a way that the outcomes of learning can be oBserveco
Lt is evident thac young péople do not learn best when ogjecuives

of instruction are not cleatly stated and whén achicvement is expected
. _ v . et .

because of a wmystical coming together of random teacher acts,:
-Zven those wilo reject the notion of precisely,definéd'objectives
) o : L : : i .
. H ,
do, in fact, have objectives and do look.for subtle indicators to assess
i ] : .

the degree to which those objectives are accomplished. The difficulty ’
. _ o . .
. . . 3 v

for the pupil or student in the classroom in such a situatiéon is that

‘he is faced with the necessity of guessing .what the teaéhers objectives

< .
+

v ‘are and how those objectives will be evaluated. The actual criteria that

. . ! v : N '3 - .' : »
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are used may or may wot be valid., Vhot is it that counts? A fricndly Siaic!
& Tow ievel of noise? Aa cager hand raiscd in respounse to cvery question?
~acn teachers fail to specify objectives clearly to signal to youngsters
tize biases for covaludation, unnecessary ambiguity and confusion result,

o ‘ X . " .
Speeirfication ol precise instructional objectives provides a moans

of cstablishing che excent to which improvement in pupil or student .

0

¢viformance i

occuring., In order to make grounded judgmonts of this
‘ . :

objectives be chosen carefully. The need for care in selec
Zor objectives is exemplified in a very traditional, and déficientiy- i

13nt of good

i
o

svated, social studies objective: '"to promote the develop

ét&teqd;

citizenship.". The objective posits a commendable goa1,~butla§
_ : . | ' - :
the phrase stands ‘as a very imprecise referent against which to measur

'

" a youngster's progress. What,|in fact, is "citizeaship?" And beyond
that, "good citizenship?" At yhat point does "good citizenship' bzgin te sicp

. ‘over into "madiocre" or even “"bad' citizenship? Until such questions arc

-
\

answored clearly, learners' progress toward the end of '"good citizenship",
remains very difficult to mzasure.

Tne lack of specificity found in many statements of instructional

N

objectives results in large m2asure from a confusion between the functicns
of overarching educationil goals and specific instructional objectives.

i - . —

Broad educational goal statements have beén used frequently by school

boagds to iﬁ%icate the generai qirections of the éducational.programs
.Thc pfovide a fough ffanmwofk for.the.shaping of schoolvdistrict polfcibs;
ﬂcse(gbals ordinarily aré.derived'froﬁ a balancing'of inforﬁétion
'from;fdﬁr géﬁe;al areas: (1) inférmation about Qﬁat society is éeen'as '
desiringlapJa'pérticﬁlar.point in ;ime;_(Z) informétion ffom proféSsiénal

Aruitoxt provided by Eic:
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genetrality

. increasing

«

scholars in the various subject matter arcas; (3) information from cducational
psycholog15ts and th\0r15t5 conﬂcrning the learning process and what education

ou:ht to be doing in rQSponse to knowledge about that process‘ (4) 1nformat1on

o

abdht the characteristics of learners 1n:the area be1ng serve¢. This combina-

tion frequently 1esu1ts in the COmp11at1on of a series of statements

of which the follow1ng are typical examples-

Students will develop an apprec1at1on of the scientific method.
Students will'develop a respect for democratic institutions,
Students will ‘understand the elemonts of capitalism.

Students will exemol1fy democratic prin01p1es in their habits

. of living.

Students will learn to tolerate dlversity.

These goals do have value in establishing a gcneral universe of concern

for education., But by themselves, they do not prOV1de an Bdequate frame~

work for the_classroom teacher to use as he plans for daily instruction,

There remains a need to break these goals into Specific‘inStructional objectives,.

The tasK of transforming these goals into precise instructional objectives

is one of the most important responsibilities of the classroom teacher.

)

In aUdress1ng this task, there is a need to keep in mind the three-tiered

S

system that leads down from Lhe overall goals of cducation to Spec1fic

instructional ob_]ectives°

THE RELATIONSHIP OF GOALS AND OBJECTIVES

43‘ ‘ ’ r————

ot
,E .Goals of Education

ot

[&]

@

&,

[2]

&0 . . - )

£ , Aims of "subject area

@ Curricula

@ | :

h
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.HT Instructional Objectives
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The task o?.céta§1ishing instructional objectives results from the
neecssity to refide the aims oé.SUbject maLtér curricula into Specifig
cnfities that can gﬁidéfthé ;nstruction of a given tgacher in a given class-
room. Instruction éanfbe éuidea only if some mqéhanism exists for cva}uating
dearner pérfornhncé on the instructional objectives. To facilitaﬁe the
coilcction of data that cnn.be usoed go'muke tﬁese evaluations, it is wisg -

‘to propare instructional objectives that are stated in terms of what

. | .
‘lecameors ought to be able to do as a consequence of instruction, Observable

icarner bechaviors are easily measured and yield information that can be

‘used to monitor the effectiveness of a given instructional sequences

‘Characteristics of instructional obtjectives. An instructional objective
. . :

<

should include three elements: (1) a statement concerning which learner or

learmers must demoustrate a behavior; (2) a description of the behavior tne

learner or learners must demcustrate; and, (3) a statement of the criterion 7. :

L

"or degree to which learners must demonstrate a behavior. In simpler

language, these charagteristics are sometimes termed (1) the "whg" (2) the

Mwhat," and (3) the'extent.”

The "who! is an essential feature of an objective because personalization

. of instruction implies that all learners will not go through cdmmon learning

experiences., |, Conscquently, ‘it is necessary to indicate which individuals will

be required to demonstrate the .bchaviors called for in the ‘objective. The "ho

i}

chgrdcterist&c of an objeétive asks: “Which leérnér(s) will bé~ab1e to AO;Wth,
gndfhow_comﬁetéﬁﬁly, as a result of in;trugtioﬁ?"

) Theiﬂwhét" ch;racteristié éédtesses itéeif-to the spepific nature of
tbe‘desiﬁcd'gehaviof o%“pérfofmanée of th?:leéfnefé. The "whét"vinvolvéﬁ

the simple question; "What should the leamer be able to do as a result of

‘,;’D ’ 6



this instruction?" To provide a basis for answering this question, spceific ..

abscrvable bchaviors nced to be identified that will be taken as indicators

that lcarners are moving toward.mastcry of the instructional objectives,

There is a need to cxercise extreme care in selecting verbs to

geseribe the observable "behaviors. that provide a means of evaluating

lcarmer performince on objectives. Verbs that are subject to a wide

range of interpretations are notably unsuitable, For esample, verbs

Pl

.such as "to understand” or-"'to appreciate" are subject to mmch broadex’

<

O

ERIC
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interpretation that verbs such as "to write" and "to illustrate,"

Occasionally it is d1ff1tult to use a velb more specific than
"to.apprtcxaCe".or."to understand" in- developxng a part1cularaobJect1ve.
Such situations demand that a clear specification be made-of-what is
going to:be taken as evidence of "apnreciating' or "udderstandingo"

For example, will the*understanding" be demonstrated by an art project,

by a term paper, by an iiluminated'manuscript, or by a paper and pencil test?

'Acceptable indicators need to be specified by the tcacher responsible: for

the development of the instructional cbjective,
No master lists of tasks thiat include all indicators of “appreciating™
and "understanding" exist., FEach classroom teacher must make judgments’

about. what' would be appropriate in the light of his own instructional

“situaticn. - While the specific indicators that are chosen‘may vary among

ihdividuals and~circumstance5, there is a common necessity. to SEe°1fZ
the ~ﬂ1tators that are selected as approprlate whatever they arc,

Clearly 1deﬂt1fled 1nd1cators put the teacher in a p051t10n to critique

"tht appropriateness of his seléction in terms of hovaell those indicators
N \ . - . ) .
serve as measures of learnmer progress., Without this specificity, the teacher

has little basis for modifying his procedures since he really -doesn't

7



kaow ghatvhns been done in the first place.

' The‘ﬁcxtqnt"ldqmponcnt of an objective iﬁdipq;es the .degree to which
thé.lcarnor!is to demdﬁstrate an iden;ifiéq be$5§{or.v Thére are no crite;ia
tha; qré applicable to all:teachers,lgubject aréas, and classrooms, In
planﬁiug fér instruction, it is necessary for an individuals teacher td:dcciqe
“upon s£;ndards that are'apbropriate to the charactefis#ics'of'his own

lcamers., Once the teacher has made decisions concerning these standards,
L

o

then he is fcady ﬁo jnclude statcmenﬁs of extent in his objectivésu Stateﬁents
‘of'éxtent answer the question: "low wellf.m;st a learner be ablevto demonstrate
what he has chuirO§ as a res9¥? of instruction?" a
In summary, a*éémﬁlete objective must include a refcrenée to tbe'"th,?
the "what;" and the Jéktenc," No ;nstrucﬁional objective is‘complete_witpoﬁc
| all three élemcntsg ‘Some examples of adequate instructional objectives are
, . T
providéd ?gléw:

[

) “who'' o 'what" i h Wextent™
1. Each student will name'orallz at least four of the five

most populous states in the union,. -

ho" 1 "what" , - ,
2. Group threce will point to rivers and -lakes on their seat

“extent!

b A _ :
maps with 1007 accuracy, "
. el <&
1,1 o ) nthae! ' - Yoxtent! .

3. John will write a 250-word paper making no more than three

COULld errorSe,.

ERIC -~
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. msho' That" ke "(_‘/ tent®
4., Tnula's ywuuQ will 1list on the board at lcast throo Diblical

. . : T
v I3 . . " \ .
L N . o i

symbols from Joha Steinbeck's The thpes of Weathe

. S . ’ "who' - ehat! ' Pextent"
. 5, Each studcat will write a one-act play 1nclud1ng three clcmcnts

e ' ~ of classical French tragedy.

. . ' .
As a check of your understanding of the necessary components of an

instructicnal objective, place a plus (+) in the space before acceptable
examples ‘and a minus (-) in the space before unacceptable examples.

1. John Adams will identify orally, from a group of six
‘poems, one that has seventecen syllables to the lxno.

. . e o
© o 2, Each student will describe in a short paper five causes
- o ~ .of the Civil War, -

2./*Group four will name the capitals of the states, /

&, Each studﬁnt will learn to appreC1ate folk mu51c thh

—re

100% accuxacyu

RN /

In Ehe sampblobjectives above, numbers 1 and 2 are acceptabie instructional
obJectxves. Each includes the three key elements: of 'whq" "whdt " and'éxteﬁt;"

.SAmple‘ongc*1ve 3 includes the- "who“ and the "what,® but’the extent" is
miss{ng. Thus, the precise intent of the teacher is unclear; Is each student
-to name the capitais with o errors at all? With fivye errggs? Jith twenty
errors? To repair this oﬁjectiﬁe; tﬁefe iS'é“need‘tp iqdicateéwhat,will bé

accepted as a miminum level of pefformnnce. fTheye Eje number of ways a
criterion might be included to make the objective d&geptable. The following

represent revisions-that would remedy the situation:
G _ - S ' : . S
eceoo Group four will name the capitals of the states with 100% accuracy.
! ) . : . . ® !
. © : ecess Group four will name the capitals of the states with 70% accuracy.
«ssss Group four will name the capitals of the states making no errors. in’
. naming the capitals of the Pacific Coast states and no more
Q . than five errors in maming the capitals of the other states,

EMC‘ PR R R
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g Y N h
: Sample objcctive 4 also does not mect all the requirements of a
"Acomplete iﬁstructidnal ubjectivea The "who" and the "ektent" are there,

bu* the "uhat" is not SpeC1AICd in terms of observable learner behavior,

K 5 R b

A verb neferring to an nbbervable béhavaor needs to be aubstxtutcd in

\ . . T . I . 3 13 Y -
place or~'lenru-to appr601ate°" In Selectxng a new verb, it is nccessary

5

to wsk, "what will stand as evidcnce of appreciation?” Scveral of

o \ - the following instructional gbjectives could have been generated after
) R - e ;

| R . . : T e

responses to that Huestié" T

aeoee—"Each, student will write a paper in which he lists seven things
e hef 1kes about folk: music,
' NI R

chh studéﬁt'will chooSe to listen to folk music 50% more fre-
quently after the unit on folk music than before the unik

0n~ﬁolk mUblCr

“eocoe

‘Each student will make a chart on which five characteristics
of folk music are explained.:

svooe

cecoe fEacb'étudent will write at least two folk songs.

S N <
s \ | .
P . K - ) ‘ ,
L . ’

"Kinds of idsﬁfuctiohaL objectives, Learning can be thought of as an

’- . - =
‘. O .

amalgam of 1ntcllectua1 9 txtudxnal and psycho-motor components. The

i

1ntellectual dxmen51on 1ncludcs the cogn1t1ve academic, aspects of school

,M

' experiences; The aLthud1nal dxten51on concerns leamers® feelings about
thexr sc%ool act1vxt1es° The psyeﬁdlmotor area focuses on physiological

SR

duvclopmént as 1t relates to such issues as fine muscle control and_ the
i

.demands'bf the séhool curriculum. |

Instruct1ona1 plans -that 1nu1ud ~experiences for learmers in all

i : : : .
three 1earn1ng dlmen51ons e o « intellectual, attitudinal, and psychomotor . . .

facilitate learnings Consider, for example, ﬁhe.cohcept "chumb tack."

v

Focusing on the 1nte11 ctual dxmen51on, a’ teacher mxght f1rst introduce a.

learner to the attr 1butes of a thumb tack by haV1ng hxm read a wr1tten
. | 10 S
Q =y
ERIC
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description.

E,MC,

foving

|
o}
teacher might next ha%e the learner pick up the tack, roll it around in

n to the psycho-motor task of manipulation, the

his ‘fingers, fcel its,weight and its shape., In a perversc mood, he might
: ]

| S
conclude the exercise!by instructing the learner to sit (briefly!) on the

: ! . ' : s ya hs .
pointed end of the tack ., . . an experience sure to provide him with some.

attitudinal perspectives concering the pointed ends of tacks (and perhaps

. s . P X
tcachers,too). After! surviving this apocryphal lesson involving a aystematic

blending of intellectual, psychomotor, and attitudinal components, it is

doubtful thit a leamer would soon forget the critical features of the new
. | R .

concept, thumb tack,

Whether ér.not a

has intellectual, attlitudinal, and p§ycho—motor coépohents. Emphases on one

..or anothéer of these dimeniiions varies among subject arcas, programs, and

conscious and -systematic division is made, all instruction

teachers. In very general terms, there tends to be a heavier cmphasis on

pschb-motor tasks in

learning are present

' A difficulty many teachers have

i

that component of ledrning they have

in thelr subject ares

secondary school physical education classes than in
secondary school Engllish classes, But in both cases all thiree components of

to some extent,

faced has been their tendency to focus on

seén as the major contributor to learning

« For example, some English teachers have emphasized only

- | : . . —— ‘
the intellectual dim¢nsion of learning. A consequence cof this practice has

: | - S >
been that many learners in English class have. developed undesirable attitudges

toward the subject arjd may even have felt some measure of physical discomfort

~during Ehglish classgs. To avoid such pitfalls, teachers need. to formulate

\

instructional objectives that focus on each of the three dimensions of -

i

learming regardless of their subject areas,

. . 151
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The intellecrusl Jimcnsion. The intellectual dimension, somctimes

rcferred to as the "cognitive domain," has been the subject of intense

jinvestigation. In a seminal educational document, Taxonomy of Educatjonal S

Objoctives: Handbook I, Copnitive Domiing Benjamin S, Bloom and others

. %
suzgest a taxonomy of intellaectual learning. According to this taxonomy,

i
learning procecds from the simple to the compgex in a series of stages

beginniag with memory and rccall;sorts. of processes and increasing in

sophistication to include analyéis, synthesis, and evaluation., An implication:
. that has been drawn from this work is that teabhers ought to strive for
instructional procedures that enable learners to become increasingly adept

at using higﬁer level intcllgctual prbcésses, Young people should be able

~.. to operate more frequently at the levels of ‘analysis, synthesis, and evaluation

as a consequence of our instructional programs. Such an-intellectual progression

by our young people is unlikely to occur without careful planning,

Planning requires a systemastic varying of the levels of intellectual
challenges with which leamners are confronted as teachers help them move

. beyond the use of simple recall to higher 1eve1>menta1-’proc;es'ses° En_the
absence of this kind of planning, large numbers of teachers have tended, to
.develop instructional objectives that have demanded tooilittle of learners.,

.

Memorization tasks and simple factual recitatfon requirements are exasmples

of the sorts of inadequate objectives we have established at the expense of
activitiés requiring application, irmferential, and evaluation capabilities.
To provide for an expanding sophistication of intellectual functioning

of learners, there is a need to_plan%for instructional objectives that challenge

'pupils and students to operate atvaried intellectual levels, As a framework
under which to organize insStructional; objectives at different levels of

, ‘ intellectual functioning, the following adapaéaiion of Bloom's scheme is usefuls -
. . . . ) TR i 7' o i g " !
\.1 . ) . . - 1 2 . . o : [
¥ : R .
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The intellecrusl Jimcnsion. The intellectual dimension, somctimes

rcferred to as the "cognitive domain," has been the subject of intense

jinvestigation. In a seminal educational document, Taxonomy of Educatjional S

Objoctives: Handbook I, Copnitive Domaing Benjamin S, Bloom and others
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suzgest a taxonomy of intellectual learning. According to this taxonomy,
learning procecds from the simple to the compgex in a series of stages

beginniag with memory and rccall;sorts. of processes and increasing in
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instructional procedures that enable learners to become increasingly adept

at using higﬁer level intcllgctual prbcésses, Young people should be able
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i .

by our young people is unlikely to occur without careful planning. .
Planning requires a systemastic varying of the levels of intellectual
challenges with which leammers are confronted as teachers help them move

~ beyond the use of simple recall to higher 1eve1>menta1=proc.es'ses° &n_the
absence of this kind of planning, large numbers of teachers have tended, to
;develop instructional objectives that have demanded tooilittle of learners.,

.

Memorization tasks and simple factual recitatfon requirements are exasmples

of the sorts of inadequate objectives we have established at the expense of

&

activities requiring application, irferential, and evaluation capabilities,

To provide for an expanding sophistication of intellectual functioning

of learners, there is a need to plan for instructional objectives that challenge

'pdpils and students to operate atvaried intellectual levels, As a framework

under which to organize instructional; objectives at different levels of

intellectual functioning, the following adapaéaiion of Bloom's scheme is USefulifTI
Rt , ‘
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”.Level 1: | Knowing’and Understanding E ‘ ’ : . 7
Level II: Applying | J
P , " chel II1: Inferring H _‘ j
| Level IV:  Evaluating
- ~ Unéer Levef One, anowing7and understanding," rnstruc;ional objectives
.can be developedcghat;?v o r .‘} |
| l. . reduire the recall of‘sﬁecific‘facts‘

2, require an eiplanat1on for a g1ven process or phenomenon when
"facts" have been given: prevxously. '

‘:Ehamgles'

w -~

Fach pupil will write the names of at 1east f1ve of the
pdSt six: pre51d6nts, . :

Group six W111 explain orally, with no m1stakes which states .
have the h1ghest per capita income accord1ng to the
Stat1st1ca1 Abstract of fhe Un1ted States. s

. oo Each student will write a short _paper on  how a bill becomes a
law, mentioning at least f1ve of the steps descr1bed 1n

c1ass° i3

e ~.,Under Level Tﬁo, "applying,"_inst%uctional_bbjectiyes,can be developed that:“
' Ty - : ' : .

1. .require the learner to apply prev1ous1y 1earned infornation to
new situctions. T

Examglega

With 100% accuracy, each child will state orally that blue
reprosents water on his new map as weIL as. on: his old ma
Each pup11 will ndme at least five new words that start with
the "p" sound. - :
l : o
Each student will solve for the length of the hypotenuse with
100% accuracy using the Pythagorean theorem,
L

Under Level Threer "inferring," instructional obJectxves can be developed
|
i

hat'
- . l. require the 1earner to develop reSponses that go .beyond a simple
L recitation of the available facts.
A 13
Q o ? ¢ : i?'” . " o : .




F\amgles-

Group seven W111 write a group paper in which three p0551ble
conseqqences of the petroleum shortage are :

Each student will suggest six poss1b1e conse: o age
in weather that would give Phoenix, Ari » 0 aes of -
annual rainfall.

Eaeh student will vrite a paper in which he names the individual
‘ most likcly to be the -1980 Repub11can candidate for P1esident.

Under Level IV '"evaluatzng," 1nstructional objcct1vea can be develop(d

that: R o B
1, Tequlre‘tﬁe learner to state criteria for making a judgment.

- 2. require the learner to make a judgment.

'Examgles:‘
'Each'student will -state his prefefence for either the underhand

or the overhand method of making the free throw, 1nd1cat1ng
at least three réasons for his ch01ce.

s o - .Group six will write a- group paper on the effectiveness of

R ' monetary policy in. slow1ng inflation since World War -
II, supporting their posit1on with at least ten citations
from business and economics Journals.,~ : oo :

Each pupil will. tell .why he 11ked or-did not. like the story,
b giving five specific reasons” for his decision,

AR 1ij11 teacheré needuﬁo write some Lpstructioﬁal quectives tbat_fall under
‘éaéﬁ ofetbe%evfour levelslof~tﬁe inteliquual;dimension.of leerhing;4 No
,jbroad presctiptions~are possible ebecefniﬁg.the relative numeers‘of,objectivés{
. [ : ‘ : . .
fﬁat ought toibe written at each 1eJE1; Fach' teacher muét make that decision
o in the lighg ef his ow; circumstances.l,The impertqntlthing is that a conscious

P p ‘ R
effort be made to plan for objectives at all four levels. Careful planning
: I T . .

of this nature can essure'that ybungsters will be ledlthrough a broad spéctrum

“‘ » l' . ‘ -‘ ( N ' . . ’
of experiences that can increase the sophistication of their intellectual
functioning?. In the absence of such planning, any inéreases in learners' .

abilities to.conceptualize at more abstract levels will be difficult to attribute |

R -
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to the instructional program,

The attitudidal dimension. Educators have lohémrecognized the importance
of the attitcdinal dimension oﬁ learriinga Statements of goale and ijecr! e
that relate to attitudés ahAIVGlues have:been a ‘traditional feature of & uirict
ccrriculum_éuides. Despite the cohcern for'values inlstatements of sch001'

policy and in curriculum guides, teachers have been reluctant to develop

© a

instructional objectives that focus specifically on the attitudinal dimension
: c‘ learning° Teachexs' hesitancy to get involved in this area stems from

several traditional dilemmas. ‘
. i,

The first of these relates to the problem of evaluatiﬁg attitudinal
objectives, What sorts of behaviors are to be observed? What criteéria can
-be used to establish levels of satisfactery performance?"ls it really even

possible to measre a change in an attitude or a value? ‘Frequently teachers

<
»

have given up the quest for answers to theée-thorny questions and have avoided' £

the attitudinal dimension'altogether, '
o The lack %f enthusiasm for developihgfobjectives in this area has‘been
reinforced by some critics who have contended that attitudes ought ‘to be

considered p€r50nal and private. The non—public nature of att1tudes and

values, some allege, 1mplies that. they are an improper focus for 1nstract10n

.
»

. in the school. ‘A difficulty with this position is that attitudes and values
are'inextricably houﬂ up with the'intellectuql and psycho-motor dimensions

of learning. Since attitudes ‘affect youngsters' performances on intellectual

+
-

and psycho-motor tasks, ‘téachers cannot make a good case Eor failing to
plan for 1earning in ‘the attitudinal dimen51on.( Weak planning in the
att1tudinal dimension is quite likely to result in weak learner performance

on tasks relating to intellectual .and pSyCho-motor abilities as well as

Q | 4 A ¥ ; : =
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_Mostqtcnchers-would'consider_ghemselvés fdilures if they were to do a "good” f

- devclopment of attitudes that can change these statistics.

14

on a specific task reclating to attitudes or values.

Having made a conmitment to plan in the attitudinal dimension, teachers

nced to- begin by iéenﬁifying the sorts of objectives for which it is appxpriate

'
/
i

they become accountable. Surely there arc areas, for example processes leading |

/
]

to the . development of highly pérsonal vnl§es, that utside the realm of the/

i
{

L, : - X . o /
school's responsibility, On the other hand, te.. ors «{dve a proper profes%ional
! . '

. . . . ’/.
stae in helping youngSters to develop positive attitudes toward learning.

/

7;ﬁpb introducing content only to ftﬁaﬂ,thattthe{r students had develbped a distaste

: . ; . . ,
" 7

for their subject afca. 0 - o s /

a

;

. Abundant evidence underscorES;the fact that educators are not doing‘ah

[ /

adequate job in helpihg'féungsters to devé1op a positive attitude toward/
learning, Over onc-half of our high school gradustes never read a book/after

/ <

. leaving school. Many electiors attract fewer than fifty—pefcént of tHe regis-
. ' o : /. .

: ! ) S : . / ..
tered voters. Teachers have a professional responsibility to work for the

r

~a

/
i

‘Attitudes are mental constructs that are inferred from observable behavior,

"For example, from the statistics above rclating';o voting behavior, an observer

can infer an attitude of pblitical indifferehce°k~In dealing with attitudes,

~ ! » s

‘teachers have to make decisions concerning which attituqes are of interest

and which behaviors can‘be‘USQd to infer how individua1‘youngsters stand

with respect to those attitudes. Critics are sometimas bothered by the idea

that a teacher mightfwant tbfcompare youngsters' sﬁandings with respeét

to various attitudes in much the same way that arithmetic scores might be

. / o ° . . ‘

compared. Any tea¢her attempting ‘such-a use of information goncerning.
L J v ‘ . R ‘

the'natufe of'youngsters"attitudeé clearly is making an imprqpéf'ﬁse of

his data,. . ' C o ' ‘ .
. H s ) ' ) 16

-It must be recognized that yqungstefs'.attainment of objectives in .the"
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attitudinal d1mxn51on must never be uscd for convcnt1ona1 grading puxposes°

,Cmg main contr1butxon of attitudinal objeckives is: the plOVlSlOﬂ of systematic
information to the tencherwconcerning how his instructional program'and<
tcaching style are influencing the Q;tituées of hisllearners toward the sub-
jects he is teaching. This information rs of great interest to the
-individual‘teocherﬁ but it is hardly s : purposeslof distributi: g

letter grades,
. .

Teachcrs necd £ cons1dcr 1hc vrocess of valu1ng as they formulatev

dtt1tud1na1 ob_]ect1vcs° An, undcxstand1ng of ‘this process can shed 11ght

4

on how values come 'to be 1nternal1zod0 ThlS 1nformatlon can prOV1de
a bas;s for prepal1ng attmLud1na1 obJectives that u1t1mate1y ‘may br1ng
about changes.in cértain youngsters'_feelings about the school program.

" Raths, Harmin, and Slmon (1966) have proposed a seven step process

L

‘of-valuing.‘ The development of a value, accord1ng to the1r framework o o
1nvolves the follow1ng sequential elements‘

1, Choosing frcely
. 2, Choosing from among alternatives -
s 3. Choosing after thoughtful consideration of the consequences
of each alternative B , : -

"t
%

Prizing and cherishing R » T .
Affirming, o S L
Acting upon cHo1ces'

Repeating

°

°

~N O N
-]

The intent of’this framework is to 'assist individuals in considering

what it is thty value, where Lhat value came from, and what act1ons they

“have taken ‘reflecting that value, This informatiod{helps people to rccognige,
.in a conscious sense, thoselvalues that are the bases”for their actionso'

By bringlng these values to a level of conscious examinatlon, it becomes
feas1b1e for 1nd1v1duals to accept or reJect these values a]ong with actions

'flowing from these values,

17,
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The Raths, Harmin, Simon frame&ork can he used ‘to guide‘the~deﬁelop-
ment of att1tud1na1 ObJCCL)VeS that are dxrected toward helplng youngsters
to examine their values and make decisions based on “those valueso In.most__
classroom situations, it isvnot‘reasonable to expect youngsters to.go -

much'beyond step five, "affirming." ‘Instructional objectives. , however,.

can be developedlfor'each.of'the first five Steps,

Lovel I: ~Choosing Freely.’ This levei indic ‘.s that a youngster

is able to make choices in the absence'of‘pressure.
Example: When confronted thh segveral alternatrve positxons,
L " the group will allow each, 1ndiV1dua1 to choose
hxs pontxon wi thout exe1t1ng pressure upon “him.

/ h L

T 7» . Level .I1: Ch00o1ng from among Alternatives- Thxs 1eve1 ‘indicates

that a youngster knows whdt other choices. are ava11ab1e¢

—

& o [~=Exam21e: When' wnkxng a choice, .of a p051t10n, the learner
: : o ¢ o _.states at least twé’other poss1b1e choxces.

T
Level IIT: Ch0051ng after Thoughtful Consxd latxon of Lhe Consequtnces
o of Each A]ternatlve° The youngster is able to 1dent1fy

;

the 11ke1y Consequenees of a ch01ce made from among several altcrnatlvese
" . ’ . < . .
Examgle~ ,After maklng a choicey the 1earner states the posS1b1e -
‘ Consequencese : o

i

EI ;
o / .- /

Levei IV: Prizing andfCherishingg The youngster at this,leﬁel indicates

=

« . sincere personal satisfaction'with his choice. j
} L . , :
] . .
o ;Examgle: After mak1ng a choice, the 1earner expresses his . sat1s—-
e ’ faction with that choice’ through elther written or,x’
o oral statements.

/ - 2
i

“&_: Level Vi Affi rming Thé yobn Ster at th1s level 1s‘W1111ng to affirm °

}’\,

i
K

a ch01ce publlcly. . i ; R
‘Examgle:: By :the conclusxon of the un1t the learner makes at least
i . . ome publxc statement . indxcat1ng a choice he has made,

; ., 3
{
/ \

The ut111ty of aLt1tud1qa1 objectives dLllVCd Lhrough the use of thls

framework relates most clearly to th prebl=m of 1dent1ty1ng those values ﬂ ;

ERIC e o / v
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jmproved attitudes toward learning, teachers need to ask:- 'What do:ipcople

. who have anbappreciation of this subject do?"r Take the example of,music. oy

Finally,_they,talk;about music whenever therpportunity arises,

b

youngstcrsnholdfaﬁanare willing to commit themselves to publicly, Teachers

BRI

'_face a slightly different task in attempting to‘promote positive attitudes

toward,learning. In this case;Vthe teacher is mot so much interested in

a

learning what a pupil valucs as he is interested in fostering an appreciation

for something the school .values,

As a preliminary step in developing objectives designed to promote

]

Nusic buffs'frequently-are observed listening to recordingé or to a good

>

Z.FW station. They read books and articles about mu51c. They-attend concerts,

:They go ‘to lqctures given by prominent conductors and other musical figureso"“J

2

:f'A‘comparabie 1ist of afficiadado behaviors could be prepared for-footbail’

fans, fis shermen, skliers and stamp‘collectors,u.All of these oeople are

11ke1y to spend the1r free time tngaged in rather predlctable sorts of

activities, People see1ng somcone engaged 1n one of" these activities L‘nds

to say ~a-silent, *Aha, another 1ce fisherman! or poker,lplayer° or whatevar,"

This same technique can be usea-to.determine,the degree to which our

I

-educational programs arec deyeloping committed'"fans,"' There is a'need,to

'qetermlne the sorts of behaV1or 1nd1cators that w111 be looked for to identify

’u

the- youngster Ehat is turned on by teachlng of the American her1tage, or
chemistry; or stitchery. Attitudinal objectives should_consrst of lists of
clusters of those behaviors that character1ze 1nd1V1duals wlo have ttaken"

to a éubject;‘ For example, the folloW1ng behaV1ors might be tried as likely

indicators of attitude toward‘reading:

.o By the conc1u51on of the unit, a minimum of. fifteen puplls w111
’ demonstrate an appre01ation of readlng by.

1, getting a 11brary card at the public library
- 10
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instructional objectives in the attitudinal dimensiona HOpefully

this dimension of,iearﬁing will attract more professional attention

2, -choosing to rcad during at lcast 25%'of "free-time“ periods.
'3, voluntarily telling others about a good book.
4, luying books from the book club

True, there may uot be a one-to-one relatlonsh1p bctwcenoeaeh of these

'cr1ter1a and - thc gCncral area of "apprtciat1on of reading," buL Lhe ‘accumus

lated evidence of the several behaviorsucollectively“can provide valuable

ev1dence 1egard1ng the degree of "aporeciatmna Information derived from

c

theoe 11sts of behaV1ors p1OV1de useful referents for teachers who are
cons1der1ng poss1b1e changes in- the1r 1nstruct1ona1 practices.

A final area that relates to the attitudinal component of learn1ng

.concerns the development of 1nst1uct1ona1 ob3ect1ves that enable students

and pup1ls to recognize the values that underg1rd deQ1s1ons mnde by others.~
T «:..\ : » !

Whon youngsters are taught’ to search for values 1y1ng beh1nd staLements

. of other people, they become less Suscept1ble to the blatantly dogmat1c,

the pern1c1ously prOpagand1st1c.

j Examgle: G1ven three statemcnts, the learner W111 list the values .
‘ ' expressed . in each statement and will point out which
stateant is most conS1sLent with values expressed
in the Bill of R1ghts°

~

Few, teachers have been formally ‘grounded in the preparat1on of
~ [ .

l

. . 3 ‘ 3 v- / )
as the intimate conncction between youngsters! attitudes and success
- Q . .

in the total school ‘program bezomes. more widcly'ﬂhppreeiatod° Certainly
. ' : N

-careful plann1ng in this area czn produce dividends for the classroom

I 3 . - . o
. , 0 )

teacher running 4cross the encire spectrum of the school experience.

'The psycho-motor dimension. The psycho-motor,dimension centers. on

the physical aspects ofrlearning. Wh11e motor reSponses more obV1ous1y .

20 .




are an essential feature oC certain curlxcular arcas,

cation, thcy’pldy some rolé in all parts of the school program,

o

19

notably physical edu-

The psycho-

motor dimension includes ‘such things as hand-Cye coordination and-large .

and small muscle control,

important role in handwriting,

and art,

t

of a motor response

®
4

This dimension of learning pldys a particularly

reading rcadiness, music, physical education,

¢

v

The psycho-motor dimension of "learning typically focuses on scme sort
o Instructional objectives in this area tend to. be:

sequenced in such;a féshion'thg; the Ieérnerﬁultimateiy ﬁill_be_abfé to

perform specific psycho-motor tasks unaided and indifferent situations,

- Three

ArieWel I:
Level II:
Level III:

‘ Lévei 1:

Parforms asAguided.'

2 .

Performs as guided
Performs una1ded one time

levels of behavior in the psycho-nidtor diménsion provide a fremework

for the systematic development of objectivesmin this area:

e

Performs unaided. repeatedly and in d1fferent settings.

Examgles:

John
T +  Each

Level II: Pex

Sorms unaidod one - timo,

‘an’ activity correctlvaith-help.

.pupil writes one row of the small 1eLter o

At this 1evé1,

the learner performs

N

11 ln

which no psrt of 'the letter extends above the "beltllne.

¢oes at least two somirsaults,

supil ties a shoelacs at léast once,

nalizes the behavior to the ca=

)

« teacher help,

Examgles:

Each

at least cue Six-
wheel.
o . Peter priats two. mows of small n?t

Aruitoxt provided by Eic:

ztudent raises

throcugh the

"zeltline."

" Each pupilAdoes F least-one'backward-roll;

At this lcvel,

aided by the teacher..
axded oy the- teacher.

the learner inter-,

cnt that heecan petform at least once without

w:n on the potters

L
PR IR

".with no parts cutting

21
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Level I1I: Performs unaided repcatedly and in diffcrcntksettiqgs,

At this level, the b-havior should be highly internalisod o b .~ learner
C S e wlety of situations,
Exdmples:

Each pupil catches a ball from a d1stance of ten feet at least
8 out of 10 times on two sepnrate days.

Fach student makes'nt least 6 out of 10 underhand free throws
on, at least two separate days°=ng

Sarah walks at least 10 feet on the balénce beam on at least

two separate dayse. . (. =

The emphasis teflectedtin objectives,in theApSycho-motor doméin’is on

aSS1JL1ng youngsttrs to develop internal motor control over var1ous phyS1ca1

‘acts. Lcarncrs nced ‘to be 1nvolvcd in act1V1t1es systematically scquenced

‘from gu1ded Eo unaided performance° Each teacher neceds to determ1ne the

tlmlng ‘and exact\ nature.of the exper1ences provided ‘for his own puplls or
studtnts° Th1s deLerm1nat1on ought to be bdsed on d1an1ost1c 1ﬂformat1on

gathered regarding the 1nd1v1dua1 capab111t1es of each youngs;er. Some -

1 r

lﬁ:chanisms for gethering. 1nform3t1on of this kind will be p svided in the

L

next chapter.

e . ‘Competency Check

As a resul:c of reading this packeage, you should be able to answer ‘
each of the following knowledge~level questionst :

1. What relationship exists between educational goals and
instructional objectives? - . ' :

2. What are the three necessary components o7 an instructional
obJect1ve?

3, What are the three categories of. 1nstructwone1 objectives?

) b, How =o "“knowing and understanding" obJect1ves differ from
' A "applyxng" obJect1ves?

- i“- . .V 22 ) ‘l.u‘



S5, Why is.it (csirable to develop some objectives at the "knon1ng
and understanding" level, some at the "applying" lcvel,
some at the "inferring" 1eve1, and some at the "LleUOtlng"
level?. > o

6. How do instructional . objectxves written at each of the following
lcvels vary from one another?

a,. performs as guided 7
b, performs unaided one time
Ce pe1forms rcpeatedly and in diffelent settings

7. Wat ave the features of 1nstructional obJect1ves written at
each of the follow1ng levels?

o 4

S

a. choosing freely
b. choosing from among alternat1ves
c. prizing and ch0051ng
d. -affirming

o

8., What are the advantages of developxng 1nstruct10na1 obJectxves
that are stated in terms of observable learner behaV1or?

9. What relatxonshxp eX1sts between'ihdividual school subjects
g and -each of the three categorios of instructional"
obJectxves? :
10. What advantages accyue to the teacher who prepares Specxfxc,
instructional obJect1ves?

o o© © .o - .

Reczcling‘

A Selective List of other Books ,
of Interest to Preparers. of Instructional Cbjectives
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description.

foving ?
%

teacher might next haye the learner pick up the tack, roll it around in
o , ,

n to the psycho-motor task of manipulation, the

his ‘fingers, fcel its,weight and its shape., In a perversc mood, he might
: ]

| S
conclude the exercise!by instructing the learner to sit (briefly!) on the

J
attitudinal perspectiyv

: ! . ' : s ya hs .
pointed end of the tack ., . . an experience sure to provide him with some.

es concering the pointed ends of tacks (and perhaps

. s . P X
tcachers,too). After! surviving this apocryphal lesson involving a aystematic

blending of intellectual, psychomotor, and attitudinal components, it is

doubtful thdt a leamer would soon forget the critical features of the new
. | R : .

concept, thumb tack,

Whether ér.not a

has intellectual, attlitudinal, and p§ycho—motor coépohents. Emphases on one

or another of these dimentiions varies among subject arcas, programs, and

teachers. In very general terms, there tends to be a heavier cmphasis on

conscious and -systematic division is made, all instruction

pscho-motor tasks in Secondary school physical education classes than in

learning are present to some extent,

' A difficulty many teachers have

i

that component of ledrning they have

- secondary school English classes. But in both cases all thicce components of

faced has been their tendency to focus on

seén as the major contributor to iearming

in their subject area. For example, some English teachers have emphasized only

the intellectual dim¢nsion of learning. A consequence cof this practice has

: | . S >
been that many learners in English class have. developed undesirable attitudges

toward the subject arjd may even have felt some measure of physical discomfort

instructional objectives that focus on each of the three dimensions of -

i

«

learming regardless of their subject areas,

1i

\

~during Ehglish classgs. To avoid such pitfalls, teachers need. to formulate



10

The intellecrusl Jimcnsion. The intellectual dimension, somctimes

rcferred to as the "cognitive domain," has been the subject of intense

jinvestigation. In a seminal educational document, Taxonomy of Educatjonal e

Objoctives: Handbook I, Copnitive Domaing Benjamin S, Bloom and others
suzgest a taxonomy of intellactual learning. According to this taxonomy,
learning procecds from the simple to the compgex in a series of stages

beginniag with memory and rccall;sorts. of processes and increasing in

sophistication to include analyéis, synthesis, and evaluation., An implication:
. that has been drawn from this work is that teachers ought to strive for
instructional procedures that enable learners to become increasingly adept

at using higﬁer level intcllgctual prbcésses, Young people should be able

~.. to operate more frequently at the levels of ‘analysis, synthesis, and evaluation

as a consequence of our instructional programs. Such an:intellectual progression

i

by our young people is unlikely to oceur without careful planning.
Planning requires a systemastic varying of the levels of intellectual
challenges with which leamers are confronted as teachers help them move

~ beyond the use of simple recall to higher 1eve1>menta1=proc.es'ses° &n_the
absence of this kind of planning, large numbers of teachers have tended, to
.develop instructional objectives that have demanded tooilittle of learners.,

.

Memorization tasks and simple factual recitatfon requirements are exsmples

of the sorts of inadequate objectives we have established at the expense of
. . . . o
activitiés requiring application, irferential, and evaluation capabilities.
To provide for an expanding sophistication of intellectual functioning

of learners, there is a need to plan for instructional objectives that challenge

'pdpils and students to operate atvaried intellectual levels, As a framework

under which to organize instructional; objectives at different levels of

intellectual functioning, the fbllowing adapaéation of Bloom's scheme is usefuls

ERIC L | -
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